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ABSTRACT . 

. Topics and methodologies used by researchers of 

teacher development activities are examined in this paper. Selected 
studies in educational research are .analyzed and grouped into four 
areas* The first research design considered is the traditional 
empirical-analytic, or hypothesis testing paradigm, through which 
studies are conducted^to test the truthfulness or 'accuracy of 
predetermined hypotheses. The second research design is hypothesis , 
generating, focusing on the meanings behind events and situations. 
Alternative uses ?f |his design are presented in the areas of 
anthropology an&^thnography . A combination of 'these* two methods form 
the tljird researCTi approach, which is used Hn many of the research 
reports tfoat were reviewed. Researchers 1 recommendations for future 
directions and implications* for research in jteach&ng and learning are 
explored in the fourth category of research .*° A chart synthesizes and 
compares hypothesis generating and hypothesis testing research 
designs. A list of over 10CT refe/ences is appended. (FG) 
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Teacher Development; Research Strategies 

■# • ■ 

What are the ways in which teachers change over time? What are the 
changes in professional v knowledge f skills, behavior's, attitudes, beliefs, 
concerns and needs? How do teachers change in these areas'? If there «is 
a developmental sequence , what ^re the changes and in Kgfe/t order jio they 

m * % • ; 

occur? ' 4> : % - 

: . * 1 . . ' * " ~* * '* * ' - 

•These ^questions ,' and others*, all : r elate to teacher, development • 

How^are these topics exaijin^d by researchers and what research methodologies 

do -they use ±o find answers to. their questions?. That is the focus of this 
* ' . • ' * ' * V- 

Specifically, this* paper .will include a discussion of: (l) hypothesis 

. testing' research designs, (2) hypothesis generating research designs, (3) 

• ° * <* 

signals of a paradigm' shift , and (4), implications for research methodology 

' •- \ ••.#». ' . 

when examining teacher development,' • \ - \ 



Various terms have" been used to lal^el the hypothesis testing and hypq- 

thesis generating r'esear%h« designs . Kaplan (19&0 and Sanders and Schwab 

(1979) refer to the "context of verification" and the "context of discovery," 

Gage (l966)*.aftd Koehler (I98O) discuss improvement research and descriptive 

research, 1 ' Ei§ne± (198!) discusses thq scientific and, the artistic research 

methodologies. Glas-er and Strauss ( k 19§7) refer jx> verification 'and genera- 
ls . > * . , ^. » * 
tion. , A number of researchers simply ugje the terms quantitative and quali- 

tativ^-research, Bulmer Y1979) infers to definitive, concepts and sensitizing 
concepts when' discussing the analysis of' data, 

Overholt &nd Sellings (1976) provide a detailed examination of re- 
search goals as they distinguish between (a) the tradi^fcial ( educational 



research hypothesis te,st and (b) the generation of hypotheses as a result 

of ethnographic accounts of how a particular situation can be explained 

v \ * 

within the framework of a more general theory v The generation of specific 

hypotheses of this nature, which fit ethnographic facts, could lead to a 

further testing, of the more traditional, hypo thetico -deductive model. Hanson 

(195^), in 'fact, has argued >that this is th'e main* route of scientific'; discovery r 

" .. > ' - * 

Researchers must carefully consider the nature of ,th£- problem and the 

• ■..,****•• , * ' / 1 

research questions, related tp the problem.^ Since ^ the hypothesis testing 
and the hypothesis penetrating research designs arfewer different types of t 
researqh questions, the focus of the Tesearch determines' to a large extent 
the -nature of the design and the methodology to, be employed in carrying out 
the study. ' k ( „ , , 

Hypothesis Testing Research Designs ' . / ^ ; 

» 

* An examination of the research literature in teacher 'education -reveals 

that the traditional empirical -analytic (hypothesis testing) research para- 1 

digm'is the dominant perspective. Suppes*(l97/0 describes this as rampant 

empiricism in education. Ropkewitz et al., (1979)- reports that 'this paradigm 

can be characterized *by the following: t (l) the' purpose- of inquiry is lo 

discover a deductive system of propositions (scientific laws) which can be 

used to predict and explain human feehavi,or in a manner similar to that 

believed to occur in the physical sciences; (2) human behavior is assiimed 
« / " * * * * * \. * * 

to have characteristics which exist independent of. and external\o the inten- 

*• * 

tions and motives of £he people involved in ,the*ac±ion; and (3) the research- 
er's task is to assume apposition of distance from the, s-tudied phehomfena to * 
guarantee neutrality and tp control subjectivity. > * , \ ^ . / 

. The ultimate aims of hypothesis testing research designs 'are to make i( 



''true" statements about the world and to produce findings which .will be of 
.direct use to educators who' are attempting to improve educational practice. 

^ v Studiep a ?e conducted which test the "truthfulness or accuracy of predeter- 
mined hypotheses. Research design^ used to tes^ hypotheses often include ( 
experimental, quasi -experimental, correlational , and survey methods. These 
quantitative research approaches are used predominately in disciplines such 
-as psychology* agriculture, genetips/and quantitative .sociology , sych as 
demography* (Shulman,- 19&1).- ' 

Eisner (i98l) considers this hypothesis testing* research design to be 
a scientific approach to research. 'Formal statements arfc used to express 4 
quantitative relationships or to express discursive propositions. Questions - 
for appraisal of the research *rould center on whether*br not the conclusions 

* are supported by* evidence and whether the methods were biased. The research 

would focus on behavior, and generalizations could be made from the ra'ndom- 
- ized sample. Eisner states tjiat -researchers using this scientific approach 
are interested in prediction «and* of ten use a single Research strategy.^ 

9 

The main purpose of* this scientific research would be testing predetermined , 
/ hyj&theses in an attempt to make true statements about the world'. * - 

When comparing quantitative and qualitative methodologies",. Patton (1975) 

asserted that different kinds! of problems require different types of. research 
' • jnethodotogies; He noted that, quantitative methodologies. assume the possj.- 

bility, desirability, and even necessity of applying some underlying standard f 

of measurement to social phenomenon. * Patton nested that' quantitative metho-\ * 

*** . 
5 Oologies used in. the? traditional scientific paradigm include experimental 

• designs which analyze components of a problem. He ^stated, that experimental ■ 

* * 

designs by their nature usually _ focus on some narrowly 'defined v set of "variables , 




at least one of which is the treatment . Heavy emphasis is placed on 
reliability. Quantitative research methodologies allow the researches to 
be objective, with a focus on generalizations drawn from t*he sample, 

Campbell and "Stanley (1963) consider the scientific empirical research 
esign as the only, available route to cumulative progress. The. classical 
experimental and quasi -experimental research designs which they describe 

dominate educational research. ^ " 

\ 

Popkewitz et -al. (1979) review teacher education, research in three 

areas where the dominant research design was used/ 

Romberg (1978) points out that we have hardly scratched the surface 

* 

in inventing ways tha't mathematical /bheory and quantitative measures can 
contribute to a more cJsoaplete understanding of complex social interactions. 
The relatively simplistic quantitative methodologies that characterize ^o 
much of the literature on field-based experiences^ for instance, are not 
representative of the latest envelopments in quantitative methods. Romberg 
. and Pox (1976) provide several examples of the employment of more sophis- 

ticated quantitative analyses (e*.g., tiuffe-series analysis) that offer much 

4 * 

potential for illuminating the lived reality/of field-based teacher educa- 

•» • 

tion programs. * . » 

Despite the* extensive use of gmpiri'cal methodological approaches, 

w ScHalqck (1980) notes a growing uneasiness with the traditional empirical 

research design, by those conducting ^research on teaching or on the effects 

of SschooJTng* (Shulman~& Lanier, 1?77; Fisher, & Berliner ,*l9?7; Berliner, 

.1978). « Scft&lock' (1980) also discusses., a growing awareness of: (l) the 
* «? - 

limitations of looking for ^ treatment effects of single variables within 
school' settings* /^ven when these "variables" are conceived as broadly as 



, teacher effects, (2) the limitations inherent in looking at single, outcome 

3 4 

or^tfependeot measures in complex systems, and (3) the limitations of looking 
at only teacher or student behaviors . ' 
Hypothesis Generating Research Designs 

The ultimate aim of hypothesis generating research designs isHo seek * 
meaning and to generate hypotheses. a, 

'^Eisner (1981) considers the hypothesis generating Research design to 
bq^an artistic approach to research.-* The ultimate aim of this research is 
the creation # of and illumination of- meaning. A variety. of research methods 
and reporting forms would "be employed because knowing takes on „a variety of 

forms. This research would focus on the experience of the individual in 

- . 

* *■ 

the study and the intent Is to locate the general patterns in the particular. 

In this type of research, Eisner suggests that there are no canons for samp- 

ling .or reliability. . 

Patton (1975) discusses an alternative 'to, the traditional empirical 

research design. \ This .alternative (hypothesis generating) research paradigm 

stresses understanding that fpcuses on the meaning of human behavior, the 

* • • / 

context of social interaction, an emphatic understanding of ^subjective states, 

and the connection between subjective states and behavior (Patton, 1975, p. 7) 

As compared to the traditional scientific paradigm, \he 'alternative hypothesis 

generating research 'paradigm focuses more on validity and takes a holistic 

research approach (Patton, 1975). Subjectivity in the alternative paradigm 

"allows the researcher to 'get close 'to the data^ 1 thereby developing the 
0 » 

• • * O * o ^ * 

analytical, conceptual, categorical componenta from the .data itself ~ rather 

» <» 

than from preconceived, rigid, structured, and highly' quantified techniques 
that pigeonhole the empirical social world into the operational definitions* 



' • . m ^ 6 

'that the researcher^has constructed" (Filstead, 1970, p. 6),. 

The hypothesis. generating research design assumes that the observer 
cannot fully understand human "behavior without empathy and sympathetic intro- 
spection derived from personal encounters.' Understanding comes from trying 
to put oneself in the other person's shoes, from trying to diacern how 

others think, act, a'ncl feel (Wolcott, 1975). Lofland (1971) provides some 

** * * 

methodological suggestions in this regard. "In order to capture the parti - 

*eipants 'in their ovm terms' one must learn their analytic ordering of the 
world, 'their categories for rendering explicable and«coherent the flux of 
raw reality. That^ indeed, is .the first principle of qualitative analysis" 
(Lofland, 1971, p, 7). 

The alternative paradigm relies on field techniques from an anthropo- 
logical rather than natural science tradition; techniques such as participant 

observation, in-depth interviewing, detailed description, and qualitative 

* * if 

• * • 

fie\d notes (Patton, 1975). This alternative methodological researqh para- 
digm, therefore, draws on work in qualitative methodology, phenomenology,* 
symbolic interactionism, Gestalt psychology, -ethnometfibdo logy, and .the 

general notion 6r doctrine of vers tehen X understanding) (Patton, 1975, P« 7). 
*tft 

Descriptions of ethnographic methodologies are available in the, follow - 
ing sources: Adams and Priess, 1960; v Bruyn, I966; Filstead, 1970; Glaser 
and Strauss, 1967; McCall and Simmons, I969; Naroll and Cohen, 1970; Scott, 
1965; Sphutzman and Strauss, 197^; and. Wolcott, 1967,^1971, 1975. Comprehen- 
sive annoted bibliographies of teaching and .research in the^ fields of 
anthropology and education are provided^yRosenstiel (1977) and Kaplan, 
et al . (1980). Similar bibliography's are .available (Burnett, et al . , JL§7^; 
Linquist, 1971; O'leary, 1970; Storey, I97I; Wolcott", 1972) . * A wealth of 
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ethnographic description is provided by Spindler (197*0 . 

Magoon (1977) reviews a number of educational studies which use "thicfc 
description" ox constructive (theory generating) ethnographic techniques. 
The£e approaches are described in the various -studies as being qualitative, 

0 

pheritfmenological, lewinian, microethnographic , ethnomethodological, or 

( \ • i \ ' % 

sociolinguistic (Magodn, 1977, p. 667-668). 

Ethnographic, research seeks an extensive and interpretive effort at 
■,explaining the complexity (Magoon, 1977, p. 652). ^Essentially ethnography 
is a narrative study of a bounded system in its cultural context% (Shavelson 
<$^Stern, 1981, p. ^59). * A case study is a narrative account of an object of 
social inquiry such as a classroom, a school system or any other bounded 
system (cf, Stake", 1978). Sanders (1981) describes noteworthy character- 
is tics of case studies and cites others who have provided similar analyses 
(Guba, 1978; Stake, 1980; Wolcott, 1980.) . 

.The strengths of ethnographic studies are claimed to 'lie in their heavy 
emphasis on validity (R£st, 1977). The emphj^is is on construct validity*— 
the meaning of events or situations to participants — rather than tradi- 
tional predictive or concurrent validity. Magoon (1977) discusses the issue 
or construct validity when he reviews a number of educational ethnographic m 
studies, . ^ 

Partlett and Hamilton .(1975) make a strong theoretical case for "illu- 
minative evaluation" describable as a social anthropological approach to 
evaluation. This contrasts with traditional meth6ds (i.e f experimental and 
quasi -Experimental designs) and seeflis toyfohem to represent a Kuhnian para- 
digmatic shift. (See Kuhn, 1970, and Heyl, 1975, for a discussion of 
. paradigms J . , • 



Partlett and Hamilton (1975) indicate that the primary concern in this 

illuminative" procedure is not with prediction and measurement, but with 
» 

description and interpretation., In a fine review of concepts in the analysis 

of qualitative data, .Bulmer (1979) discusses Znanieckijs ' ( 193^) procedures- 

for generating Categories from sociologicaL-data. Other discussions of 'the 

analysis of qualitative data are available (e.*g., entire issue, of Socio - 

logical Review , Vol. 27, No. k 9 1979)*. 

Recently educational researchers have taken an increasing interest in ^ 

anthropological ethnographic approaches to phenomena, and how "this conforms 

to scientific theory development '(Lutz & Ramsay t 197^; Overholt & S tailings, 

1976) . Glaser and Strauss,, in The^ Discovery of Grounded Theory. (1967) , 

• * 0 1 

view theory as a r never-ending^process whereby facts. are brought into consider- 
ation via such processes as ethnographies. The most important role of life 
histories, for instance, in theoretical work is the part they pl§.y in the 
Exploration and generation of theory (Faraday & Plummer, 1979, p. 7£&) . 

Berliner (1978,' p. 21) suggests that d^ta analysis can be 'exploratory , 
not confirmatory aM the analyst need not have pre-coriceived notions about 
the data structures. 'In thiis kind of exploratory analysis researchers are^ 
urged to "massage u complex data, such that new insights about the phenomena 
emerge. This approach to statistical manipulation appears to be in keeping 
with the exploratory, descriptive, hypothesis generating research approaches. 
Case studies, clinical reports, single subject research, and ethnographic 
research, have reasonably well established rules for reporting data, though 
by and la^e these^are not as. restrictive as the rules governing £he report- 
ing of data derived through inferential statistics (Schalock, 1980, .p. 531). 

Shavelson r and Stern (1981) report that research' on cognitive processes y 



4 ( 
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and behaviors of teachers has a characteristic set of- methods which differs 
from the correlational and experimental Studied These alternative methods ^ 
attempt to -collfct data on mental processes»and so use more or less direct 
probes of teachers 1 thoughts, and judgment^ They include policy 'capturing, t 
lens modeling, process tracing, stimulated recall, and' case study and ethno- 
graphy (Shavelson and Stem, 1981, briefly discuss each). (For discussions 
of oife or more of these methods see Eitthorn* Kleinmuntz & Kleinmuntz, 1979; 
f Ericsson & Simon, 1980; Erickson, 1979*, 1979^? Shulman^Elstein , 1975).; 
• - Th§ more psychologically and cognitively oriented^ ethnographers assume 
that "individuals -have. meaning structures that determine much 'of their 
behavior ... (and) that* they seek to discover what these meaning structures 
are, how they. develop , &nd how they influence behavior, in as comprehensive 
>c and objective a fashion as possible" (Wilson, 1977, p. 25^). , Qualitative 
research, then, "is predicated on the assumption thsk an 'inner understanding ' 
.enables the pomprehension of human behavior in greater depth than, is possible 
from the «tudy of surface behavior, from paper and pencil tests and fronu 
standardized ■ interviews" -{Hist, 1979 » P/ 20). ' ' ■ . 

Shavelson and Stern (I98I) contend that the potential contritution of 
qualitative research to research on teaching is that fieldwork methods (e.g., 
^participant observation, focused interviews) and analytic techniques (e.g., 
development of conceptual and categorical systems from the data themselves) 
'have been developed by qualitative researchers and have their canons of 
methodological rigor just as quantitative methods do (e.gw, Cohen ,- 1980; 
Erickson, 1979a, 1979*1 Filstead, 197^; Wilson, 1977'). ■ '* „ 

The fact that qualitative methods have their own canons of methodo- 
logical rigor is often blurred by the misuse- of these- methods by researchers 

(Rist, 1980):. ' 1 ' ' ' - • 

• » 

11 '. 
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• \ 10 
Eridi^on ,(l979^M>oints out a number of limitations and potential / . 
problems with ethnographies, some which arise when the methodological canons 
become* blurred: (a) timing — by the tirofe the ethnography is written up, 
it is too late to use in the short run; (b) .validity — ethnographers may not 
have been intensive enough, or iftey may be* inept; the informants may not be 
articulate, or th^ may have concealed information; (c) superficiality — 
description stopped at surface app'earances • and (d)* evidentiary adequacy 
th& l<3Vel of inference about overall trends may not be supported by the data. 
Limitations also include the demands of journals for concise reporting of J 
the % results of ethnographies and case studies, making it virtually impossit^e 
for the "reader 'to -evalUat%3£he study (,Shavelson & Stern, 19B1, p. ^6o). 

. In calling for more &nlpir N ical discussion ofymethods and methodology in 
educational anthropology, Sindell (,1969 , p* 602-603) reports that too many ^ 
authors cjevote scant attentioh-<to ,tftf methods they have utilized "in obtaining 
and analyzing the data. Too many publications do not* include texts of •inter- 

\ 1 \ ' : ' % • " ' 

views -or v questionnaires ^administered^ ^nd do not specify -precisely where, 

. ' • Y . 

when, and .under what conditions the research was done. 
> * , ' 

* Wilson (1977) discuBses aspects of ethnographic techniques including 

entry and^stablishment of researcher's role, data collection procedures, - * 

objectivity, and analysis of data and the problems andr difficulties inherent 
** . * • .• * 

in each. , v * / ^ K ' # 

• Wolcott (1975) provides v a similar critical ^an^lysis of ethnographic. 

approaches to research when examining the appropriateness ctf the jprobl^a," 

\\\$ appropriateness of the ethnographer, the appropriateness of the-researeh 

- « , 

"climate," and the appropriateness of expectations for the complete^ study. 
Wolcott finds thit one' problem is that researchers actually logk at too 



V 
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, small a part of ^he system under examination and violate the corrunHjner^ to 
be "holistic- % (p. 123). ' * ' 

Signals of a Paradigm Shift < "* % 

It is clear that the dominant approach to research in education is the 
^traditional empirical-analytic hypothesis -testing research paradigm. Despite 
this "domi^ia^ce , a number of researchers are "calling for the use of a com- 
bination of the' hypothesis testing and the hypothesis genera-ting research 
designs when attempting to answer their research questions. This signals a 
shift from the traditional scientific paradi-gm to a use of alternative^ 
research designs, 

Sanders .and Schwab (1979) report that researchers have skipped over 
the basic step of investigating^,, — in the "context of discovery" (Kaplan, 
196^) — the facts of the phenomena we investigate, -and have prematurely 
focused our attention in the "context of verification ." Increasingly re^ 
searchers are calling for corrective action: for detailed I systematic, 
careful observation of the facts of. educating through naturalistic observa- 
tion, participant observation, and case studies of education in natural 
settings. (See for example, Wolcott, 1970; entire issue of Anthropology and 
Education Quarterly , 'Vol. 8, No. 2, 1977; Cicourel, 1975; MacDonald & , 
.Walker, 1975) • * Other researchers are advocating more holistic, naturalistic 
approaches to explanation of educational phenomena through the use^ pf single 
case research, "transforming experiments," and "illuminatory evaluation" 
(Gub=i, 1978; Frey, 1978; Hamilton, 1977; .Varenhorst, 1978). . 

< Zeichner (I98O) reports that there, is a growing tendency to call for 
increased application' of socio-anthropo logical perspectives to research 
(e.g., Lutz & Ramsey, '1974; Wilson, 1977). Wilson (1977, p.. 263) .argues 
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that educational research would be considerably enriched as qualitative , 
and quantitative researchers learn to integrate their approaches. It has 
been argued that the preative "combination of qualitative (socio -anthropo- 
logical) and quantitative (empirical-analytic), apprcgiches to research go 
beyond the strengths of either approach alone in illuminating social reality 
(e.g., Campbell , 1978 ; C ronbach , 1975) . " 

, Eisner (l98l) suggests that the field of education needs to avoid 
methodological monoism and that both qualitative and quantitative methodo- 
logies should Ibe used. He sugg^ts that interest in "qualitative research" 
is symptomatic of the uneasiness that many in the research community have' 
feit w;Lth the methods of inquiry promulgated by conventional research 
tradition. 

In reviewing research methods, Peito (1970, p. 1^5) concludes that 
"examining cultural behavior with a variety .of different approaches greatly 

> 

enhances the credibility of research results." Clustered research and 
development groups have beefl suggested to chart new paths and new programs - 
for human 'development (Spri&thall, 1980, p. 285). Using a mixture of methods 
and a variety of data sources has been described by Denzin (1970) as "multiple 
triangulation," a term borrowed fronTcelestial navigation. 

aTheoretical.and conceptual roots for the development of an alternative 
"research paradigm can be identified in the sociology of educational knowledge 

r 0 

(see Brown, 1973, and Young, 1971). . * ' 

* IT 

Cicourel et al. (197*0 argues that "disciplines like the educational 
research and measurement community must come to realize that they v^ew 
things froBTSt particular vantage point, that this" cannot be helped,^ but that 
it must be acknowledged and opened to y both examination and other viewpoints." 



Cicourel echoes many others (Hudson,. 1972; Messick, 1975; Kaplan, 19&J-; 
Scriven, 19?2) that the ^measurement field has a particular constructed 
view of, what is right and whai^is wrong in educational research, ancf that 
this position Jie'eds rethinking. - t 

Magoon^(l977) argues persuasively ttot predictions about precise indi- 
vidual behavior resulting from the use o* the empirical, hypothesis testing 
research design are one facet of explanation',, but patterned explanations 

(coming from a hypothesis generating research design) are equally legitimate 

• *\ « 

atid useful and may be a better scientific goal approximation fdr m&ny 

purposes. " . 

If research in teacher education is to be^ diverse and multi-f aceted , 
the methodology needed must ^be equally diverse and multi -faceted (Schalock, 
198Q, p. 519). Schalock (1980, p.. 529) suggests that research in teacher 
education at this timQ needs to be as much concerned with construct develop- 
ment and delineation as it is with verification of empirical rela-^onships B 

Wright Trills (1951, p.' 50) observes that the dominance of statistical 
(hypothesis testing) methodology has led to a "methodological inhibition" 
that he called "abstracted empiricism." ^Patton (1975} contends that the 
dominance of quantitative methodology has acted to severely limit the kinds 
of questions that are asked and the types of problems that are studied. 
Different kinds of problems require different* types' of research ,methodo logy . 

When considering the '-use of a variety of research designs, Shulman 
(^981^ p. 12) says we must first understand our research problem, and decide 
what <: qtlestions we are asking," then select the mode of disciplined inquiry 
most appropriate to those questions. The hypothesis generating and the 
hypothesis ^esiing research designs ask' different questipns or have different 



Ik 

ways of asking educational research: questions . , The best research programs 
will ref leci> ( intelligent use of a^ diversity of research methods applied to / 
v their appropriate research questions. Taken together, these approaches 
build a "methodological mosaic" whicb can -lead to fuller understanding 
(Shulman, i98l) . : 

♦ Implications for Research Methodology c , 

in Teacher Development * * 

Researchers in .the area of teacher, development also have** been calling 

for a shif^t from the scientific f hypothesis testing research paradigm to 

use of alternative Resigns ♦ Signals of a paradigm shift in research on 

teaching seem to be confirmed by Doyle's (1978) paper!, on Alternative para- 

digrfs for research on teacher effectiveness, interest in "teaching as decision 

making" (ShuLnan & Lanier, 1977) f and in teacher/* s thinking (Clark & Yinger, 

1979) f a nd Berliner's (1978) call for clinical studies of classroom teaching 

V 

and learning v * * 

Doyie (I98O ,*p. 138) also reports that specialists from various sectors 
within education and psychology and from several other disciplines — 
sociology, anthropology, #ethno logy , sociolinguistics , and phenomenology — 
have been attracted to the classroom. As a result, new set of questions and 
a riew array ,of research methods have infused the field (se.e .Hymes , 1977; 
Mehan & Wood, 1975; Wilson, 1977; Woods & Hammersley , 1977) and proposals 
for basic reform, in research on Reaching have begun to appear (Bennett", 
1978; Doyle, 1978; Power, 1973; Winne & Marx, 1977). 

■ ' C 

In reviewing researchers' recommendations for future directions for 
res.earch on teaching and research pn learning, Koehler (1979) repdrts that a 
model for conducting teaching/learning research emerges^, *In terms of 
research on teacher development, the report is consistent with the suggestions 

' A V 



of a paradigm shift from the scientific , hypothesis testing design to many 
research designs including the alternative, hypo.thesis g^erating design. 
The model Koehler reports includes five elements: (\) .descrWtive classroom 
research r: (2) small sample, in-depth, longitudinal, naturalisticNobs^tva- 
tions', y ("3) ifiter-disciplinary research, (^) studying the system as rt 
exists today, and (5) teacher involvement in research. 

In reviewing anthropological studies in education and those which use' 
anthropological methods, Sindell (1969) identifies three principal foci of 
research? and suggests that .the most promising approach would be the study of 
individually oriented networks coupled with lengthy fieldwork, micro- 
ethnographic methodology, interviews, and time sampling. 

In a ^eyiew of teacher education research methodology, Schalock (1980, 
p. 529J predicts that descriptive or hypothesis generating research designs 
will dominate over hypothesis^testing designs in the immediate future' since 



research in teacher education, needs to be much more concerned with construct 
development and delineation as compared^*) ifce verification of empirical 
relationships. Experimental designs will '"still be needed and employed, 
but only after constructs are reasonably well delineated and hypotheses 

reasonably well formulated. Schalock further suggests that in, teacher 

« 4 

education research there will be increased use of longitudinal •designs 1 

coupled with a "case history" or "extreme case" or ."clinical" or "ethno- 
graphic" orientation to' data .collection analysis. * 

"Overholt and S tailings 1 (197,6) report on research designs which generate 
or test hypotheses should be considered in relation to research on teacher 
development. Objectives differ for the' two research designs. Research 
objectives need to be developed that are appropriate to the state of knowledge 
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existing about the phenomena being studied (Sanders, 1981) • Guba and Clark 

(1967) comment on this issue in- the following way; f 

When a researcher first approaches a new area about which almost « 
nQjhing is known, all that he can do is to develop 'phenom'enological • 

} descriptions. He -may describe what he sees in* terms of certain * 

variables (the beginnings of a conceptual framework:) 'and he may \ * » 
• make efTorts to determine their afrfounts. Suoh, qualitative and quan- . 
, titetivkdescriptions will be termed- depicting , the first category 
» of t the research taxonomy* Once description has occurred in some 

, detail, thek it is possible to relate the various depictions quali- 
tatively, by\omparison and contrast, or quantitatively through 
opjrrelational and related techniques. When certain relationship 
have been established, a next step is to account for them through the 
development of conceptual frameworks in terms of which the relation- 
ships ma^y be predicted, understood, and controlled. This process will 
be teitned conceptualization' , and may be carried out either analytically 
or synthetically. Finally , the conceptualizations will yield certain 
hypotheses which can b£ confirmed or rejected for the phenomenological 
world; this process wj.11^ be\termed testing (Guba & Clark, 1967, p. 18-19) 



In terms df\ teacher development researchers may be interested in changes 
in professional knowledge, skills, behaviors, attitudes / belief s , concerns, 
and needs. Hypo tftsse§ . about teachers* development could be proposed as a 

\ \ '.. 

result of ethnographrq^researcrh designs and a\general theory of teacher , 

/i \ 

development might be proposed* Then, based on xhe initial hypotheses, a 
testing of such hypotheses could be cori(luctgd using \he more traditional 
scientific research design. 

4 The investigation of teache^ career aevelopment, for\example, has 

' \ v * \ 

jjehprally followed this model. Some researchers speculate Vbout silages of 

^teacher career development (for example, Kata, 1972 and Gregarc, J973) and 

% . ^ \ \ 

in doing ^o provide some theoretical categories to examine in V esearc h 

studies. Some of these categories were researched by qualitative measures 

and stages of teacher development emerged {e.g. , Fuller, 196?, 19&9; Fuller » 

& Bown, 1975; Fuller, Parsons & Watkins , 1973'), • Other studies were conducted 

to examine hoty teachers change over the entire length of their careers 
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(Burden, 1579, 1980; Newman, 1978; Peterson, 1978).. Burden's (1979, 1980) 
interview study obtained experienced teachers 1 perceptions of their personal 
and professional changes for their entire careers.. ^ Three stages^ of teacher 
career development were documented with changes irr (l) professional knowledge, 
skills, and behaviors, (2) attitudes and outlooks, and (3) job events. This 
qualitative study actually employs a hypothesis generating research design. The 
information, and categories reported actually lay the groundwork for develop- 
ing ^theory of teacher career development. Theoretical categories were 
depicted (see Guba & Clark, I967, pp. 18-19). Additional qualitative, 
hypothesis generating research designs should help relate these concepts to 
a developing theory which could be conceptualized as studies are conducted. 
Testing could be done with more empirical research designs. 

* When researching teacher education and teacher development, Schalock 
(1980) suggests that ^ttentipn ?.lso needs to be focused on the intentions 
of .teacher and students (Fenstermacher , 1978), the decision making of teach- 
ers and students (Shulman and Elstein, 1975; Shavelson, 1976), and the 
context. in which behavior, intentions, and decisions occur (Dreeban,-^976) . 
Schalo*c\j£l980, p., 529) further suggests that there should -be multiple 

, measures of any , construct under investigation. * This is consistent with th£ 
Campbell and £iske (1959) P^a f&r the "triangulation" of measures of . 
constructs that are not yet well defined. < - ' t 

Conclusion * *jf ' ' ' 

* 'Researchers interested in teacher development' may examine changes in 
professional knowledge, skills, behaviors, attitudes, beliefs, concerns, and 
needs. We miist first understand pur problem, decide what questions we are 
asking, and then select the mode of disciplined inquiry most appropriate to 
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those questions. The traditional scfie^ific , hypothesis testing research 
design and the alternative, hypothesis generating research design help 
answer different types of questions and serve different purposes. In terms 
of teacher- development , the use of hypothesis generating research designs 
can lead to the establishment of a general theory of teacher development 
while further testing could be conducted with hypothesis testing research 
design. 
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C0J1PARIS0N OF HYPOTHESIS DERATING AND 
HYPOTHESIS TESTING. RESEARCH DESIGNS 





HYPOTHESIS GENERATING 
. '^SEARCH DESIGN , 


HYPOTHESES TESTING 
RESEARCH DESIGN 


PROBUSM SOURCE 


situation where meaning 
is sought 

I 


theories to be 
tested 

/ hypotheses to be 
. verified 

». , 


METHODS" OF INQUIRY 
* > 


I 

participant observation 

interviews 

case his.tories ' 

a 

other ethnographic 
techniques 

* "* » 


experimental " 
quasi -experimental 
correlational 
survey 


NATURE CF ANALYSIS 


holistic examination 
\ 


component examination 


Distance from ^ata 
* 


close to data 
subjective view 


at a distance fron 
. data 

dbjective view 


NATURE CF PREDICTION 
AND SACRALIZATION 

* 


locate the general in 
the particular 

seeks** uniqueness 

seeks explication 

meaning is situational 


,nove from the part- 
icular to the general 

seeks generalization 

tf wants to predict 

neaning is finiversal 


RELIABILITY AND 
VALIDITY FOCUS 

0 


emphasis on Validity 
■y (meaning) 


' emphasis On reliability 
(replicabilifcy and, 
^% consistency) 


• SUBJECT MATTER T 


specific cases, situations, 
or relationships v 


large samples or 
. populations . 


REPORTING FORMS 

T 

r 


i 

a variety of reporting 
forms used, no standard 
reporting form 


standardized , ' t 
.' reporting forms 

% 


- — : \ 

BASIS OF KNOWING 


methodological piyralisn 
desired ♦ 


methodological 
no no ism. , 


POINTS OF FOCUS ' 


focuses more on the 
process, on "the. experience 

, ■ A 


foe usee more on 
behavior and 
pdtcones 


ULTIMA IE AIMS 
« 


seeks the generation' 
of hypotheses 

,* V 

vjants the creation of** 
meaning 

± ^ 


steaks to test * • * 
hypotheses 

•rants to make -true 
^statements about , 
*thg -Horld 

E-^V Wf 



r Note : This chart is a* sVnthesi3 of the ideas proposed by 

Eisner (1981), Pat ton. (1975) . and Spencer and Dale (1979). 
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